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Play and Playing. Processes of the Young
Child in Early Education Programs:

A Piagetian Analysis

Introduction

: Infants, preschoolers, pre-adolescents. adolescents and
aéults all perform the mysterlous act called play. Although the
qua11ty and quantlty of and the th1nk1ng structures ut111zed in
,glay d1ffer between and among age groups, human organisms regard-
less of age do play (Ellis} 1973; Piaget, 1962). However, the
power of play and its potential for development and learning not
only for the young child but aiso across the life span is virtually
an untapped reservoir (ﬁeumenn,.1974). The basic reason thet it
is largely untapped and unearthedﬂlies in the Puritan origins of
our American society that has dictated that WOrK comes first . . .
then play (Blohm & Yawkey, 1977).  In our society, work and play
are on opposite ends of the value continuum;¢ In‘contéxt of‘our
_ American public schools, for example, pley\has been relegated to
the preschool and kindergértens and ‘work to the primazxy, seeondary
grades and tecnnical and/or university levels. -
Over the past decades, however, researchers in steadily Co
' increasiné numbers are beginning to re-examine and re-discover
the contrinutions of play to development end learning across the
life»span. Researchers such as Erikson (1962), Freyburg (1973),
Leiberman (1965), Nicholich (1975), Pederson and Wender (1968),

Piaget (1962), and others view play as an evolutionary process
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closely tied to the growth of intellectual structures and_socio;
emotional areas of the human organism. 1In particular, Piaget
sees the development of §1ay in relation to the growth of intelli-
genc; or intellect. Like the development of intelleét Piaget
divides the growth of play into stages that correspond roughly
to age ranges from birth through udulthood to old age.

Viewed }rom early education perspectives, Piaget's research
has documented the evolution of play through three age related
stages and has establisﬁed subsequent relationships between play
.and intelligence. In brief form, these stages are practice play,
symbolic or make-beiieve play, and the stage of games wﬂ:h*rules.
Aiso. in .the evolutlon of play there is a transitional level or
phase called, "Creatlve and Constructional Play." This form of
play is not characteristic of human organisms of a particular ége

for it can occur at any age.’ "Créa;ivevand Constructional Play,™”

-

essentially a transitional 1evé1 between work and play, is des- !

-

gribed in depth elsewhere (ngkey, 1977). .
' .The chief characteristics of Stage 1, practice play; are
motor actions and their repetitions; Motor actions-are simpie -
behaviors like looking, shcking, opening and closing of the hands,
and other physical actions. These motor actions are.regeated . over

-

and over again for the sheer pleasure quiv%d from précticing them,
: . 5
Although advanced forms of practice play can occur in preschoolers
‘ \' ¢
and adults, it is 1argeiy observed in children birth through two

years of age. 1In Stage 2, symbolic or make-believe play, *the child

is developing a representational system or advanced cognitive mapping

=




which permits unit,blocks, for example, to be seen as horses or

.a thin cloud of air magically arising as "Puff the Magic Dragon."
According to Piaget, the world of make-believe existing in various
forms, is characteristic of children two through eleven or twelve
years of age. Stage 3, games wiﬁh rules, is_a‘cognitively mome
advanced form of play. It typically begins around eleven or
twelve.  Here, play as well as the rules of play or the game
anise‘spontaneously from the peer é;oup. Sanctions against
players who' violaté the rules of_tne game are established by the

=

peer group. After 1l or 12 years of age, games with rules .increase
Lin impogﬁanee as human orga;isms proceed develbpmentally shrough
the period‘of adolescence, nhen to-adulthood and old age. Examples
of adult play include games of checkers, chess, cards, charades |
and numerous others. According to Piaget, the above examples of
adult play have ln reality basic make-believe as well as lntellec-
tual compénents. There are other examples of adult play such as
" volleyball, football, soccer, baseball, basketball, etc.. Basic
to these examples are practice. play and lntellectual components.
From a developmental perspect1ve of P1aget and other psychologists,
Rlay is indeed a life-long ‘process of development and learning.
In context of the yonng child, practice and symbolic play
are partiéularlx'lmportant to learning and growth. For the aduit,
Ehese play sﬁages of prae;ice and’ symbolic play are necessary for
the orderly development of,éhe'games with rules' stage. For maxi-
-mizing the potential of development and learning in the games with
rules'* stéges, the adulf must have successfully passed through

two previous stages of play. For the child, practice and symbolic
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pPlay mark the beginning of the enuire sequence of ordered stages
from birth through old age. Maxlmlzlng the potent1a1 ‘of develop-
ment and learning for the young child which 1n turn is reflected
_ in ‘the games w1th rules’ stage of the adult Tequires a thorough

;3

understanding of the brxcks and mortar fundamental and inherent

in play as a 11fe-long process.

~

\u . Practice and Symbolic Play .,

Practice play sometimes called function play, functional
games, or predictiou;play, is cha;acterist;c of young childrén,
birth to two years of age. It involves body movement of bod§
activity repeated over and over again for the functional‘pleasure
that exerciée and mastery provide for the child. Whatever terms
or phrases are used for tue purposes of_labéling'the play of the
infant and toddler, they all refer to activities in which the
young child derives amusement and$p1easu£e for trying out his
physical abilities in moving h;s body, an object, and simply
repeating learned .movements.

Before practice play can oécur or develop with respect to
the child's'booy, an object, or repetition of movements, the child
must have first of all shown exploration of the body, object, or
movement. Piaget, as other current motivational theoriots,
differentiates bhetween play and exploration. Simply stated, Piaget
feels exploration proceeds play. Exploratlon provides the child

with opportunltles oE examlnlng things through the use of his

senses of vision, hearing, touch, smell, and taste. The senses

are the fundamental links between the child and the environment

-
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and basic to the interaction process. Since the child explores
befbreQbéginning to play with things, a temporal relationship
ex;sts between -exploration and play. Explofatioﬁ-precedes play.
Thus, in the begiﬁning of the'stage of practice play, the child
is seriously engaged in exploration and pursuit of the novel or

whatever is new.

A second prerequisite required before practice. play can

"occur is the element of “mastery." 1In behavioral terminology,

¢
“

the child prior to practice play, must demonstrate competence in

L]

physical movement of body parts and physical movement of concrete

objects in his or her immediaté environment. Once the mastery
v A : - »
of movements with and without objects is acquired and learned,

the action or movement is repeated over and over again.

To Piaget, exploration together with mastery of physical
movement; is practice play. Piaget also contends that once
physicai movements with or without objects are learned and mas-
tered, the parent and professional educator can observe in the
young child the "pleasure of being the cause.f% In other wordgil
through mastery or competénce shown by the child's capabiliﬁy
at physically manipulating things, pleaéhre,_dgrived from mastery,
is éenerated. In contgxt of playing, the child learns that he or
she can control aspects of the immediate environment through
maﬁipulation. Later on, this mastefy and pleasure derived from
mastery will extend beyond the child‘'s immediate worl@ of objects,
mothe; and father, to other objects, people, as well as the worx1d

of. operational ideas.

7
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Aithough the young child is eé=tnally at the prelinguistic
pPeriod of language development when practice play is the pre- .
dominant form of game, the child by displayingi;he skills of
mastery and functional p1easure derived from that mastery is
really announcing to .the world, "I can do it, and I can do it any

way I want." Since practice play is in reality pleasurable

exercises ;n development skills which center first on bodily
sensations and movemsng and- then to manipulating objects, there
- is no element of.make~beliéve present in this earliest form of '1
play: Practice games are actions and ends in themselves with the
"joy of be1ng the cause“'as the outcome of the play act1v1ty. Even
though practice play is the dominant form of game in the sensori- ‘
motor period of development 1t is not spec1f1c to the first two
) years of the child's 1life or to the preverbal period of language |
development. This form of games also appears in early and middleﬁ !
) childﬁood, adolesoent. as wéll. as in adulthood. Practice games J
» decrease in quantity as the dominant form of play after infancy. :
However, regardless of age whenever new skills are acquired and
mastered, practice play gs the outcome. In ofher words, an older'
child, who has previously mastered the competenoy of jumping over
a small brook or stream digplays practice play when he or she
jumps back and forth across the stream. ‘The sole aim of the older
" like the youﬂger child is the -epeated use of_the“aoéion and the

pleasure derived from mastering the action. Adults, at higher

levels of intellectual deveiopment. also show practice play.

-t

When adults purchase new cars or homes or learn the art of skiing,
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the car, home orvskiing are used principally for fun and solely

- for the sake of the pleasure derived fro§§using the physical .

movements, or the new objects.

Piaget recognizes a number of substages in the developmenrt
of symbolic play which spans theé: entire age range or 2 throu;h 12.
In briefest form, shbstage 1l consists of three ievels. Substage
2 and 3, although lacking specific levels do contain advanced
characteristics of symbplic play. ) '

The overall characteristic of level one .is the projeotion of
Symbolic and imitative schemes. The symbol in action becomes
disassociated from previous motoric movements. The symbol in =~
action at this point in the development of imaginative play-is

progected to other objects as 1ndependent representatlons of

avtlons or objects rather than acting out the actlons hlmself.

—

For examp;e. the child can now pretend that his doll or family
pet "sleeps,"™ or "eats." Prior to this?development, the child .
in prlmltlve symbolic play, could only 1maglne hlmself completlng

the action concept. 1In 1m1tat1ng, the act1v1t1es of familiar

"others" are gbserved and imitated by the child. For instance,

"a child, who in 1m1tat1ng grandmother phonlng, mother reading the

newspaper, or fafher shaving, uses familiar motor schemes in

-~——

context of the telephone, newspaper, or shaver and is performing

make~believe imitative play.

N
-t e

The major characteristic of level two is games of imitation.
¥ E
In this level, symbolic identification through make-believe occurs

prior to, not as a result of, motor movements in context of objects

»
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(Piaget, 1962). Tﬁe imitative element is evolved by actions and
the objectf. For example, a child may stroke mother's hair and in
doing so may call out the name of the family cat. The action of
stroking coupledwith the hair is the symbolizer. The cat and its
fur constituted what was symbolized. When the child reaches this
phase 0f symbolic play, symbolic assimilation and imifation become
mEightly fused kogether.
T In level two, éubétage-one; the ~hild can also make more
complex identifications on the basis of whole objects, people,
and things. - Examples of ;hié type of symbolic play include: R
(1) A'child making believe she_is'a c;t, ciawling into the kitchen
on all fours, "meowing, " and searching for food; (2) A boy, pre-’
tending heljs a.ddc;or, examiniﬁg.a patient for an illness; or
(3) Although not having seen his cousin for three months, a child
pPretends to play hng and seek with him. The chila in these
examples completely identifies himself with ;nd becomes?ghat cat,

doctor, or cousin.

°

In the last level of substage one, symboiic n»lay is becoming
increaéinglylcomplex. ﬁerg symbols are'devéloping into varieties
of combinatioﬁs-ca11ed'§ymbolic combinations. The foyr ty;es of’
symbolic combinations é;e: (1)_éimp1e combinations; (2) compen- :
satory combinations; (3) liquidating combinations; and (4)yantici~
patory symbolic combinations.

In "simple combinations," the occurence of real play episodes
o; scenes gradually develops and takes on greater and greater depth

. | 2
and richness. It involves the construction of whole play episodes

10
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in contrast to isolated imitations or simple assimilations.\ One
exarple of simple combinations is where a child, holding his dozl»
so t,at it can “viewt the street, begins to tell the doll whép
it is seeing., "You &an see the car, tfégs, and house anb garbage
cans!" The child may continue by saying, "You see the cat, the
rocks on the curb, etc.!" _ .

During the period of'compensatory combinétions, the assimi-
lation of reality conéinueg through maké;beliébe. The child
reprcluces reality in the phase of compensatory combinations not i
for the pleésurg derived from it, but solely for correcting ‘
reality. For examp}e, a child who is forbidden to play with
matches will oftenviimes be observed to take a burnt match and
bretend to light it by going through "sériking" movements. At
the sane t;me he says, "Look, I'm . lighting a match!"

In liguidating combiﬂations, the child, refusing to:aﬁéept
unpleasantness, instead relives it by transpgsing the situation

symborically: When this “kype of transpositigiggakes place, the

situation througin reenactment becomes disassociated from its

ties and behaviors. ﬁeing a doctox in symbolic play is a much
safer way of reenacting an unpleasant épisode faced in the ;
hospital or doctor's office. | _
In anticipatory symbolic combinations a child, through an ) . ®
- imaginary friend or play object, may%w§rn of possible disastroué

iy

unpleasant context. It is assimilated into other ongoing activi~
consequences if particular actions are or are not completed. For

instance, "Dolly, you didn't watch for glass on the sidewalk and

-

-

11
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it .cut your foot!" A child who shows fear at walking through the
forest but coaxed by Lis parent may exclaim, "Once I walked Ehropgh”
the woods alcne ané?nelen (imaginary playmate) met a b§g bear that
7‘frightened her." "éhe ran all the way héme and hid in her room!"
While both examples of anticipatory symbolic combinations are d
' - reproductions of realiéy,«the consequences of the actions in |
exact or'exaggerqtgd form are present. ) _ﬂ”/;D
Igﬁs&bstage 2, symbolic play begins to diminish- in impoétancg
between the ages of four and five through seveh or eight. The

symbole loses much of its distorting symbolic character and begins

to closely approximate reality. Symbolic play in stage 2 displays _ .

three major Eharécteristics which differentiate it from those forms
“found in stage 1. These three characteristics are: (1) orderli-
nesg: (2) exact imitation of reality, and (3) collective symbolism
(Piaget,_1962). Symbolic play episcdes now take on greater 6fder,
display more.iogical seduénce, and appear to be more coherent

3%

than were previous symbolic play constructions. The child shows
increasing concern and desire for verisimilitude in symbolic play.
.This is shown.by the child's increasing attention to exactness

of detail for objects used in play constructions. 3in playing

house, for example, the child will go to éreat length to prepare

for the play episode in advance by obtaining certain types of ‘

utensils, constructing a specific kind of gas range, and even

identifying the number of characters required. Collective symbolism,

the third characteristic, demonstrates the progress the child has

made in symbolic play through order and coherence and in socialization.

12
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Collective symbolism is seen, for instance, when children decide
te play house, divide up parts, and then adapt thgir_actions.and
statements to verbal cues and other leads ékovided by -each member.

Children are also able to reverse”tﬁé’rblé; played, Regardless
of the reversal, symbolic play continués(ag before.

The third substage in the evolutién of symbolic play is
characterized by a very noticeable increase in socialization with
a correspondng decrease in symbolism. For Piaget, this subséége,
on the average, begins betweeﬂ.tbe ages of seven or eight and S
terﬁinates by eleven or twelve. éames with rules and/or symbolic \
constructions, invélying less and less‘distorgion and greater and :
éreatér approximations to adéptive work, increasé. Piaget notiéesi
that play, at this advanced level, is merely a collective symbdiic
games with an audience (Piaget, 1962). Later on, it becomes -
theme-oriented where thé'purppses and gé%eral outlines of the
activity are decided upon before the beginning of the episodg.

Once the prepared part is: played, éhere is still much room for 2
impro&isation. The end #f thé activty ié‘pever specifically
planngd. With the symboi becoming an image whose_purpose.is_no

<
longer assimilation to the ego, but adaptation to reality, imagi-
native play ultimately evolves and‘*develops into play, activities
with rules--that is, activities of socialized béings.

Given the above analyses of practice and symbolic play stages

drawn from developmental Piagetian perspec%ives, several important
fundamentals of play can be identified for the young child in

school seg;inés. These fundamentals include implications of play

- 4
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for learning and development, planning for 'play, and evaluation
of playing qutéomes. ) ‘

. Play in Early Childhbod Programs: Prerequisites ;,_

While play is most often a sponta;;ous, unplanned, and OVert1§
nonstructured activity,. however, in order for planned and inci~
dentai learning to occur during the child's play episodes, some
prerequisites for play activities must be achieved. These pre-
requisites' fall into three.categories.' The first category is tye
actual play materials-themseives, apd'Fhe immediaté andhexﬁended'

-

ent ironments in which the play occurs. ' It "ompriseg'both phe. -
guantity and quality of the materials an§ home and school environ-
ments. The second éatego£§ concexns the nature and form of the
child's play. It is/the area of kinds of social play. In other
words, is the child exhibiting various forms of egoqentric~or

group play? The‘thifd category deals with the nature of adult
guidance and refers to the role an adult takes in relation to

.the child's play. = . ’

Materials/Environments:

Materials for play fall into two categoriés, those of subject. and
those of object:‘ The category of subject contains the:individuals
who may be involved in the child's play (i.e., the child, peers,
adults). The category of object includ;s the pléy‘tangibies. ‘A
discussion of th q&antity and quality of subject will be considered
énly briefly. Other extensive explanations.cén be found elsewhere
(ngtlex & Goldensoh; 1957 ‘and Neumann, 1974). Quagtity and-quélity
of objects are esseqtiél topics for this section. Environméntal

y | | |

-
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aspects. and roles of #-adult educator are also considered.

Quantity of oblggts. In the area of objects, the greater

number of play tanglbles in an environment does not necessarily
mean the greater 1earn1ng and development potential through play.
Consider children playing WIth.tOYS. George plays with a blke,‘
tricycle, wagon, scooter, big-wheel, fire truck, dump truck, tow
truck, ‘milk truck, sports car, sedan, ambulance, and an alrplane.
Sally on the other land has a b1g—whee1, a ‘puzzle, bu11d1ng blocks,
a tow truck, a doll, a balkl, a puppet, and a music box. Gegrge
play§ with considerablthpre toys than Sally. queve:, all of , X
George'é toys belong gp a restricted‘clasé of toys, whi1¢~S;11y's ~ ‘
play objects comprise a highly varied set. George has many toys
but they all fall into one or two exper1ent1a1 categorles and do
not offer the poss:Lility for a varlety of make-believe play situ- .
ations. Sally has fewer toys but thgy span up to eight experiential
~ categories and offer the possibilities of play in a combihation
of several experiential categories. For example, Sally may play |
with.bloéks, doll, and truck in the same play episode. Thus,'a .
greater numbgr of cbjects is not as desirable as a smaller set
of toys which offer varietf and the possibility of conjunctive/
relational’play episodes (Ellis, 1973). Number, then, is not as
important as kind of toys.
Howeger, numper of oéjedts within a play cétegory does become .
an important determinant when the factor of novelty is considered.

Neither children nor adults enjoy great amounts of the same on a

regilar basis. A child with a varied but limited set of toys over

=

15
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a period of time exhausts novel possibilities of those toys (Ellis,
- 1973). This fact does not however indicate a necessity for great
- - - amounts of toys. <Consider a child with double the number of toys
Sally had. These ﬁay vary in feature rather than category (e.g..
a set of wooden building blocks, and a set of plastic interlocking'

blocks). These toys may then be divided into two sets. The sets
3' .

of toys may‘bégg}a§g§ﬂ§§4§glgy;§ gigpgsalfatwapprépriate-tiﬁesfn-- S—

)
s

The point remains, howgveréithat it is possible to have few,
: ' o

’ggried,;yet novel toys which provide the child with a nucleus for

numexoﬁé'imaginative play epiéoées. While there must be a suffi-

=

v cient number~o6f ‘toys for novelty, Eoy "overkill" is-not necesséry A
and variety is ultimately more important to the child‘'s imaginative!

‘blay than guantity.
‘Quality of objects. The quality of toys may be judged on

-

-~ f -

. the basis of strength, attractiveness, and ambiguity. Strength

is a simple concept. The object must be durable enough to with-

stand normal physi&al pressures of a child in the 'act of playing. '

Attractiveness, also fairly simple.lié based on dimensions pf
attention, intefesé, and imagination. An object that does not
-arouse attention, ihteregt,‘and imégination fs.not‘an effective
play object. Attractiveness is notvtied to elaborateness, hbwever.

[ _— .
Today's dolls which walk, talk, and demonstrate other bodily

functions are no more attractive and possibly less in}eresting

4 -

than their ancestors made from corn stalks. .Attractiveness

»

varies for each child. Attractiveness can bé a function of color,

5

texture, shape and.perhaps more importantly style and form. The

u
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aurhors have personally observed children engaged in éxéended
" periods of play using only a potato, a straw, - and a dowel or a v
spool a button, a rubber band and a toothp;ck.‘ These play ' :

objects, while not elaborate, must be quite attractive to the
child to hold his attentionﬂfor unusually 10ng periodsof time.
Lastly, is. the factor of amblgulty which is not- nearly as 81mp1e
as the previous characteristics.’ Amblgulty refers-to the quallty !
of anfobject which allows it to be used in.a varlety of ways . , “i
dependlng upon the child's Lmaglnatlve needs and predlsp081tlons. "
Blocks, for‘example, are more ambiguous than a corn stalk doll,
and a corn stalk doll is more amblguous than "G1 Joe." Blocks

_ may represent a bulldxng, or a vehlcle, or somethlng to eat, or
something Wthh eats. A doll may_assume a variety -of ages, per-
sonalities, and (depending on the styiing) sexes. The "GI Joe"
doll on theuoﬁher hand is limited to a male hero flgure which

has a limited number of posslble functlons.' However, each play
obJect is ammenable “o dlfferent 1mag1nat1ve play categorles
which are described elsewhere (Singer, 1973) \ ‘

"Subjeots. iey objects are obv1ously a portlon of the 1mag1-

native play environment. However, they are not the entire play
envfronment: ‘While it is necessary to prov1de the child w1th a
moderate number of varied, novel, sturdy,® attractlve obJects with
various levels of ambiguity, it is not a suff1c1en; env;ronment

in order to promote cognitive, social, and emotional growth. The

environment must provide subjects, support, and encouragement for

the child to become involved in playfdl activities. 1In order for
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the chlld to develop, he or she must also have social contacts
with peers and adults (Piaget, 1963). These contacts may be

provideq in the play environment. The-interactions which occur

.

between objects determine the '"form" of the imaginative play.
1f the subjects nave very ‘little interaction, the imaginative
play ‘may be considered to be a form of parallel or egocentric
-play} That is, the subjects may play ln physical proximity, and

even in 81m11ar context, however, each Chlld is only concerned

)

with h1s own actions unless another subject 1nterferes Wlth those

actlons The social contact necessary for development. and learn-~

iy

ing is quite. limited in "on looker," "solitary," "parallel" or

other form of socially egocentric forms of play.”
Another form of play is group sontaneous play. Here; the
subJects 1nteract and adapt thelr play ‘actions to fit the context.

of the actions of other subjects.‘ Group spontaneous play can be
Seen as more adaptive to intelligence than égocentric play.. The

social contact reguired in "associative," "cooperatiye" and other
group forms of play provides greater potential for gro&th and

learning than egocentric forms of play. . '

Environment. Environment, accordlng to Neumann (1974).

accounts for "playfullness." An enV1ronment which encourages

only one correct solut;on to a problem tends to dlscourage novel
_ actions and 1maglnat1ve play. An enV1ronmént which encourages a

search for many pOSSlbllltleS also encourages novelty and make~

'belleve play.

o
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In order to encourage novelty, play objects should be chunged
interﬁittently. Providing 4d numexous set of play objects which |
remain constant for a 16ng period of timé.encourages unchanging
static interactions with those objects. Thus, fcr the child, it

#
-1s possible for a set _of long blocks to become fixed in use as a

"fence," or for an arched block to always serve as a ”br1dge "

To prevent loss of novelty, several sets of toys should be avall-
able to the child at various intervals. Set "A" may be drSplayed
for a period of weeks while set "B" is stored in a utility cabi-
net. After two or three weeks, the sets may be SW1tched..~Inter-'
mixing of elements fron sets "AY and "B" may also proV1d§ for -
sets "C," "D," etc. -In this way, the child is encouraged'through
the environment to interéct wlth“play objects in novel rather than
static ways. A second method of encourag1ng novelty within the
envrronment involves increasing the com lexlty of the play dbjeCt
For example. novelty can be 1ncreased by 1n1t1at1ng j f1ve-p1ece
puzzle 1n a play ep1sode where, prev1ously. a three-p1ece puzzle

n T

was uséd. By introducing a more complex puzzle, novelty has, been :
increased.

Considering the role of the adult (aside from structuring the; >
'env1ronment) raises the quest1on concernlng the appropriate amount .
of adult 1nvolvement. On ‘a’ contlnuum, ranging’ from omn1present ‘
to 1nvls1ble, where should the adult be placed? Wh1le it is poSsible "

to rule out the extremes of the cont1nuum, placement is- dependent

_upon the individual needs of the ch1ld and the objects with which-

he lnteracts. For example, an adult may show the child the- approoriate.

-

n
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Strategy for completing a puzzle and then remove himself from the
play environment.' On the other hand, the child may actively

include the adult in symbolic¢ play and the adult may take this

opportunity to assess discrimination concepts. 1Imagine the follow-

ing scenario: Shanda decides to make a fruitcake and determines
that she needs assistance--the adult is lncorporateo into the
play. " The' sequence follows w1th Shanda demanding various 1ngredl-
ents from the adult. The adult's role is to supply repllLastof
:the ingredients. All the ingredlents plus a bowl are placed én

" a table and Shanda can see the 1ngredients but cannot reach them.
The play continues--"Let's see first 1'l1 need eggs."' The adult
handsShanda a carton of milk. Shanda rejects this and exclaxms,'
"No,ueggs, sillyl" The adult responds, "Aren't eggs white?*
.Shanda answers,l"fes, but eggs are roundkand hard." The adult
acknowledges and-gives her the eggs. “Abples}'asks Shanda. The
adult provides an orange. Again, Shanda rejects the offered
fruit with a giggle. The aduit‘insiets that it must be an apple -
because it is round. Shanda .correctly 1dent1f1es that 1t must
‘,also ‘be red and not orange. The adult respondsby providing the
correct fruit.- The game continues until aIl the‘ingredients are
used. All the while the adult plays ignorant and.the child plays..
the rolé.of.the knowledgeable informer. Heref the child's play
guides the situation and the adult is able to determine that the
child not only is capable of naming items, but also is capable of
dlscrlmlnatlng relevant properties. In addition, the child is

able to carry the playful éituation; While in the puzzle instance

[
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it Waa appropriate for the adult to be minimally involved, in the
bakiﬁb instance it was appropriate for the adult to take a highly
active, yet subordinate, role. Thege is‘no\pat answer to the
question of amount of adult guidance.- Rather the adult must

analyhe the child's motives and needs 1n conjunction with %he
envf?%nment and act accordlngly.’ 7 - o

Play is then dependent-upon.materlals/environment. peer
interaction, and adult guidanee;c It is these prerequisites that

influence the quantity, quality, and nature of the cﬁild's play.’

"

L

Planning for Play ‘ . )

. The prev1ous sectlon identified some 1mportant 1mp11catlons

- 4

of play and several Prerequisites for learning and development in -

school env1ronments. The present section interrelated prerequl—

. ’ sites and melicatlons with plannlng for children! 's play. The

‘ most 1mportant aspect in planning for chlldren S play is the
conrept of: the match (Hunt, 1963) The match is the relationship
of the child's present deve10pmenta1 abilities to the actlvitles
whlch are made avallable in. the environment. In orxder to plan ‘
appropr;ately for the child's play, the adult must: (1) 1dent1fy
the child's current abllltIGS' (2) ldentlfy de81red goals and
(3) select act1v1t1es whlch relate l:and 2. For example, 1f the
child is able to name animals--tiger, horse, goat, alllgator.

- monkey, cow-~-but is unable.to categorize the aniﬁals as wild or

’ donmestic, and if the 1nstructlonal goal 18 to develop a.SpeGIflcﬁ “

categorlzatlon. a selected act1v1ty may have the child place

21
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pictures of the animals in the environment in which they belong.
Thus, the child is asked to place-some ariimals in the jungle and .
some animals cn a farm. The objective is to base the activity

e L LA 0 8 e Lan T

within-the child'‘s capabllltles but to also make the activity

sufficiently chailenging to encourage the child to attempt. the

task: Theréfore, if the:task is beyoﬁd‘fﬁéﬁéhilﬂ's preéént
capabilities, it will be too difficult and discourage the child; ‘
if the task is something(the.child has done many times before,

it may be upihééreéting.} It is;the adult’s_phal}engé} then, to

try to érqvidé a matcﬁ between the%child's capabilities and the/

expected outcome or goal.

£

o

The -prerequisites of piéy such as;materials; environment, -
 peer interaction and adult guidance when manlpulated have dlffer-
1ng effects on the chlld -] Learnlng and growth. In a;temptlng to
St?lke the match, the adult manipulates. some of these prerequisites
in order to pgovide aniepvironment which will birect_the ch}ld
toward a‘particplar.goal. First, in,élanniné for play ?he adult
‘.may wish to establish an envirdnment which facilitate; ;pontaneous
grdﬁp play. It is suéh a social énvirnnmgnt which challengés the
?hi}d to commﬁnibate‘énd become less egucegkric (Piaget, 1951).
Areas or learning centefg which ;ncourage agcial‘involvement méy
be a restaurant 1nstead of a kl@phen. a beauty shopﬁlnstead of a
3 ,

dressup corner, a constructlon instead of a block center. .These

centers encourage children to take roles (even. if they are incom-

- -

plete roies) and interact with other children. . . ' N

B B ——
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Second, the adult may desire to establish an environment which
allows for a minimum of exterior direction and a maximum.of obser-ﬁ
vation. Again, this can be done through the learning center con-
cept which sugéests an activity to the child. 'For example, the
child who chooses to play in the restaurant area-has a choice of
several roles to play (e.g., cook, dishwasher, waitresi, customer).
Once the choice 'is made, the child }s responsible fof directing
his~own actions. Thié ffees the adult for taking an observer .
pOSLtlon (even within the context of the child's play) As an
observer w1th1n the Chlld s play, the adult allows the child to
provide the direcgion and the adult may provide specific problems
withinthatiﬂirectioq. Witness the following play sequence:
Adult and chiid ente:'restaurant area in whicﬁ one child has

k]

already taken the role of waiter. - >

-
1

Waiter: "There's a table for you right there."

-

Customers: (together) “Thank you." - B

% 4

. - '
. Waiter gives the "customers -a menu.

= -~

Young Customer: "Gimme a hamburger."

AU

Adult Customer: "I can't decid;. ‘What do;you have qpod to ééé?"
The adult.has provided a problem situation thch tge child’
must now attempt to solve. Notice that the adult is not’ being 5
éirective but mgrely\zskigg th? oppo%tuni;y té observe respsnses
in a situation which has been construgﬁed by the children. The
_ play may continpe witg fpt%fe prob}ems resulting f:qm previous - ’;
play situatjpns. For examp}é: Adult customer: "Ob,‘I've spilled

my soupl What'shall we do?"

N - 23
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Third, and lastly, the adult may wish to plan for general
outcomes. Centers, which encourage role taking, result in social
outcomes. other centers may be constructed to encourage under-

N standings of physical relationships. In these centers, manipula-
%ives may be provided for the child's exploration. Examples of N

these are water tables, magnet centers, or a set of Stern's rods.

- Evaluation of Playing Outcomes

*«

~ Play from a developmental perspective has value for the ’
e H

young child. Play significantly contributes to the growth of

thinking abilities. Play, like_development, concerns all of the

child's thinking structures because its focus is not limited to"a
~ specific episode or single problem: From Piaéet's perspective,

Play is development rather, than a congtruct which explains
" development. ‘ a,

Play can be a vehicle to teach a set of specific skills 1ike

- social relationships, muscle control basic mathematical propo—
sitions, or other’ sOCial-affectt;e,'psychomotor, or intellectual

T skills. Generally speaking, a condition of. internal reality
exists since’ play is predominately incorporating parts. of the
engironment. The young child receives and shapes experiences to
suit himself according to the individual's egocentric attitudes.
In play, the child does‘not strive to meet the criteria enforced )

- "upon the child by external agents. The focus of control is inter-

nal rather than.external. The adult, in turn, sets up the environ-

s
N

ment to facilitate development and learning through play.°
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Appropriate tO’eVaiuating play‘is Piaget's exploratory
method. 7TI!{ is Basiéally ; question;ng technique in which én_
adult plays the role of a ski}led interviewer. 'The main purposes
of the interviewer are to figure out ‘what goes on in the child's

mind and in turn try to determlne his or her level of thinking.

In essence, the interviewer is applying the match for purposes

of assessment. The exploratory method employs situations that

"

"are contrived by thé@éduit or more preferably those épontaneous

‘activities which emerge from the child‘'s own interactions. ‘Here,

" the main purpose is éo observe the child's actions and reactions

.

to the situations and activities in play episodes. After observ-
ing the child, the interviewer has a base from which he can pick

up on the child's answers, determine how the child is thinking, ’

and try to extend the child's thought. From a Piagetian framework.'

based upon play eplsodes, diagnostic 1nterpretat10ns of how the

chlld is thinking is possiblie by watching how the child acts and

Y

reacts.

To employ the exploratory method to evaluate levels of think-

ing in play, the following guidelines are important:

l. Observations of children 's current actions, both motor

" and verbal, are fundamental.

-

.

2, Play episodes contfived by both children and an adult can
be used. . . . e
3. Prov1dlng the chlldren with concrete play tangxbles is
l-essent1a1 as a prerequisite to the exploratory method.

Manipulation glso helps play and the growth of thinking

structures.

-
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ol L 4. Intervening inio prlay episodes- of young children isd -
possible after extended chservations of these children

have been carrigd:out.

5i Through open—e;Zed!questioning. the adult asks a- chilg , T

E or chlldren--to make predlctlons about why partlcular

"events occur or why something happened*xn that way.
‘The child can be askeéed to guess about speczflc outcomes
that have not as vyet occurred- (ant1c1oated results)

6. Based ugzon the predlctlons of ant1c1pated results, the.‘
1nterv1ewer asks the ch11d or chiidren- to test the.
predrctlon of results -using relevant stimuli :

© T Basedlupon the child's prev1ous answers, the adult agaln .
questlons the child further about what ‘he or she has’
sa1d and uses this addltlonal lnqulry to find out more

about the %§d1v1dua1's thinking abilities. -

Sunmary

Play, a life-long act1v1ty begins at birth and evolves across

the life span. From Plaaetlan perspectives, play eVOIVGSIH and
— [

thfough successive- stuges of practice, symbollc and games, with ~~.

rules from infancy, adulthood to old age. §1gnificant processes o
\ . ;
ﬁfundamental to play relate to and form the basis of intellectual
‘development. From analyzing practice and s olic ‘play-stages, vfi

fundamentals. of play -crucial to -learning and develoﬁhent of ‘human

" »

organisms can be identified.‘ These fundamentals concern 1mp11ca-
tlons of .play for learning .and develcpment, planning for play, and
the evaluation of outcomes in the playlng process in ear1y ChlldhOOd

educat;on\programs. ; -

3
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